Educational policies have increasingly promoted parental involvement as a mechanism for improving student outcomes. Few jurisdictions have provided funding for this priority. In Ontario, Canada, the province's Parents Reaching Out Grants program allows parents to apply for funding for a parental involvement initiative that addresses a local barrier to parent participation. This study categorizes initiatives (N = 11,171) amounting to approximately 10 million dollars (Can$) in funding from 2009 to 2014 and compares them across school settings. Although results show several key contextual differences, parents across settings identify relatively similar needs for enabling parental involvement, emphasizing parenting approaches for supporting well-being (e.g., nutrition, mental health, and technology use) and skills for home-based learning. However, Epstein's widely used parental involvement typology conceals these prominent aspects of parental involvement. A modified model of parental involvement is presented that may serve as a guide for enhancing parent participation.
Introduction
Educational policies have increasingly promoted parental involvement in children's education (Epstein, 2010) . Much of the growing discourse emphasizing the role of parents corresponds to decades of scholarship, linking parental involvement to student performance and child development (Epstein, 2010; Jeynes, 2005) . Major federal school reform movements in the United States have articulated broad goals for increasing parental involvement as part of closing social class and race achievement gaps (Improving American Schools Act, 1994; No Child Left Behind [NCLB] Act, 2002) . The NCLB Act (2002) mandated all school districts receiving Title I Part A funds to produce a parental involvement policy written in collaboration with parents. At lower levels of government, both state agencies and their provincial counterparts in Canada have put forth policies envisioning higher rates of parent participation in children's learning (Epstein, 2010; Ontario Ministry of Education, 2010) .
Despite these policy aspirations, many parents face obstacles to parental involvement, such as a lack of familiarity with the school system or challenges communicating with school staff (Brock & Edmunds, 2010; Robinson & Harris, 2014; Williams & Sanchez, 2013) . Some jurisdictions have begun to respond with parental involvement programs that take into account specific obstacles to parent participation (Mattingly, Prislin, McKenzie, Rodriguez, & Kayzar, 2002) . This strategy has led to programs, ranging from the development of school-based resource centers for new parents to cultural events aimed at fostering a welcoming school environment (Epstein, 2010) . The provision of grants prioritizing local needs for parental involvement has also expanded (Epstein, 2010; Ontario Ministry of Education, 2010) , helping to fund community research projects, training and learning opportunities, translation services, and health education for parents (California Department of Education, 2015; Washington D.C. Office of the State Superintendent of Education, 2008) . The attention to locally relevant supports for parental involvement is noteworthy as rates of parent participation may be influenced by contextual factors (Auerbach, 2007; Fan & Chen, 2001 ).
In Ontario, Canada's largest province, the government launched its Parents Reaching Out Grants program in 2006. The program seeks parent-identified solutions for enabling parental involvement at local levels. It allows parents on school councils to identify a barrier to parental involvement and then to receive funding for a parental involvement initiative that aims to reduce the identified barrier to parent participation (Ontario Ministry of Education, 2010) . Since the program's inception, the province has funded more than 15,000 initiatives, totaling approximately 13.5 million dollars. The resulting grant-funded initiatives have led to an extensive range of parent-driven initiatives focused on increasing parental involvement across different demographic and school contexts. No research, however, has systematically examined the initiatives. While previous studies have frequently examined the relationship between parental involvement and academic achievement (Jeynes, 2012; Mattingly et al., 2002) , knowledge is lacking on specific needs for parental involvement across school settings (Harris & Goodall, 2008) . In addition, scholars have identified gaps in conceptual understanding, suggesting that prominent models of parental involvement may be inattentive to contextual factors (Auerbach, 2007) and may understate important subtle forms of parental involvement, such as parent-child communication and approaches to parenting (Jeynes, 2010) .
This study investigates initiatives (N = 11,171) funded through the Parents Reaching Out Grants program from 2009 to 2014, amounting to 10 million dollars in parent-led parental involvement projects. The purpose of this inquiry is twofold: to compare the types of initiatives undertaken across different school contexts and to assess how well Epstein's widely used 6-point typology of parental involvement reflects parent-identified areas of need for enhancing parental involvement. The analysis encompasses initiatives in public schools and publicly funded Catholic schools, primary and secondary schools, urban and rural schools, schools in high and low-income areas, and French-language and English-language schools. This large-scale examination of parental involvement across settings may inform school approaches to parental involvement by illuminating parent-identified areas of support in different school contexts. Furthermore, in classifying the initiatives along Epstein's typology, this study may help to improve conceptual understanding of parental involvement.
Ontario's Policy Context
The province of Ontario has a population of approximately 13.7 million, making it more populous than all but four U.S. states (Statistics Canada, 2014) . The province contains Canada's largest city, Toronto, and its federal capital, Ottawa. Similar to trends in some U.S. states, Ontario's population has experienced rapid growth in racial and ethnic diversity in recent decades. It has one of the highest immigration rates in the world with 3.6 million of the province's residents classified as immigrants and 25.9% as "visible minorities" (Statistics Canada, 2013) . The city of Toronto, which retains much social and economic influence in Ontario, has been deemed the world's most ethnically diverse city. Nearly half of the city's residents are foreign born (Hamlin & Davies, 2016; Michelson, 2006) . Ontario also has a growing Aboriginal population of 300,000 people with a sizable proportion residing in rural parts of the province (Statistics Canada, 2011) .
Like many U.S. states, Ontario's public education system has locally elected district school boards and a central policymaking body. However, there are distinguishing features of the province's education system. There is no federal-level K-12 education authority as in the United States. The province's Ministry of Education oversees four types of public schools: English Public, English Catholic, French Public, and French Catholic school boards. The public funding of Catholic schools originates from a constitutional compromise in the mid-19th century that led to public funding for Catholic schools (Gidney, 1999) . Even though this unique arrangement has prompted legal challenges, the law has not changed and no other religious schools in Ontario receive public funding except for Catholic schools. In the early 1980s, the Canadian Charter of Rights and Freedoms outlined protections for parents who speak French, Canada's primary minority language (Gidney, 1999) . The charter granted Francophone parents the right to send their children to a public school that uses French as the language of instruction, leading to the creation of separate publicly funded French and French Catholic school boards. These historical legacies have led to the creation of four distinct school boards, enrolling over 2 million students (see Table 1 ).
Over the past two decades, Ontario has undertaken a number of school reforms targeting graduation rates, literacy, numeracy, and school climate. By many measures, reforms have been successful-graduation rates have risen and scores on the Programme for International Student Assessment (PISA) place Ontario's students among the world's top performers (Organisation for Economic Co-Operation and Development, 2010) . Ontario has since received international recognition for its policies, becoming a well-established exporter of school reform strategies (Fensterwald, 2013; Mourshed, Chijioke, & Barber, 2010) . In these reforms, parental involvement has featured prominently. The province set forth a comprehensive parent engagement policy and created a provincial-level parent engagement office in 2006 (Ontario Ministry of Education, 2010). In the same year, the Parents Reaching Out Grants program was launched, providing targeted funding for parental involvement initiatives conceived by parents at local levels. With the intent of strengthening parental involvement, parenting and family centers, board-level parental involvement committees, and other community outreach programs have been established in recent years (Flessa & Gregoire, 2012) .
Parental Involvement and Student Outcomes
An extensive body of scholarship has demonstrated the positive effects of parental involvement on student achievement and developmental outcomes (Dearing, Kreider, Simpkins, & Weiss, 2006; Elias, Patrikakou, & Weissberg, 2007; Henderson & Mapp, 2002; Jeynes, 2011) . Home-based forms of parental involvement, such as parent-child shared reading and subtle aspects of parenting (e.g., parenting style, parent-child communication) tend to exhibit the strongest effects on student outcomes (Jeynes, 2012) . Although less salient than home-based forms of parental involvement, studies have shown a positive relationship between school-based parental involvement and academic achievement (Jeynes, 2012; Mattingly et al., 2002) . School-based forms of parent involvement include parent attendance at a school function or informational session, parent participation in school leadership roles, and volunteer service (Park, 2006; Sheldon, 2002) . School-led programs targeting home-and schoolbased forms of parental involvement are also positively associated with student performance. In a meta-analysis examining 51 studies, Jeynes (2012) reported that school-led parent-child shared reading, home-school communication, and parent-teacher partnership programs produced the largest effects on student achievement. Parent-child reading programs appear to have a particularly large influence on literacy development during early years of schooling (Crosby, Rasinski, Padak, & Yildirim, 2015; Darling & Westberg, 2004) .
Barriers to Parental Involvement
Despite much evidence underscoring the benefits of parental involvement, parents may encounter an array of barriers to participation, such as time and resource constraints, cultural differences, and a lack of familiarity with the school system (Ballenger, 2009; Lightfoot, 2004; Shiffman, 2013) . Scholars have also argued that schools may hold deficit-based attitudes toward parents, in which school perceptions of parents and restrictive notions of what counts as parental involvement limit participation among minority and lowincome families (Auerbach, 2007; Baquedano-López, Alexander, & Hernández, 2013; Valenzuela, 2010; Williams & Sanchez, 2013) . To enable high rates of participation among a wide range of families, some have called for schools to consider obstacles that parents may encounter (Frew, Zhou, Duran, Kwok, & Benz, 2013) and to use approaches to parents that are relevant to specific conditions and needs in the local school community (Hornby & Lafaele, 2011) . The literature describes some approaches used in specific settings, but precise knowledge of how parent needs may be contingent on context remains underdeveloped (Robinson & Harris, 2014) .
Low-Income Families
Low-income parents tend to be less involved in their children's education than other parents (Fan & Chen, 2001; Lareau, 2003) , but this gap in participation may be linked to barriers that low-income parents face rather than differences in motivation (Hornby & Lafaele, 2011) . In her ethnographic study, Lareau (2003) observed that middle-class groups were able to engage teachers and school administrators to advocate for their children, whereas low-income families faced difficulty navigating school structures and communicating with teachers and administrators. For low-income groups, these existing challenges may be compounded by severe time and resource constraints related to irregular work schedules or employment insecurity (Epstein, 2010; Shiffman, 2013) . Baquedano-López et al. (2013) further concluded that schools may adopt a restrictive middle-class orientation in determining what constitutes parental involvement. As a result, schools may not recognize the diverse ways that low-income parents participate in their children's learning, leaving them unable to support activities in which families are already engaged. To counteract these obstacles, some school and government-led initiatives have been able to spur parent participation by facilitating connections between low-income families and community groups and government agencies (Henderson & Mapp, 2002) . Gaining input from community agencies on the development of parental involvement programs has also led to wider parent participation (Smith, 2006) . Other school strategies have sought parents' perspectives and worked to build upon parents' existing strengths to enable parental involvement (Baquedano-López et al., 2013) .
Culturally Diverse Families
Student populations in schools throughout North America have become increasingly diverse. Yet, immigrant and minority families often encounter linguistic and cultural obstacles when attempting to participate in their children's education (Henderson & Mapp, 2002; Robinson & Harris, 2014) . New immigrants who do not speak English may face challenges to participating in school functions or taking on leadership roles within schools, in part, because of communication barriers (Henderson & Mapp, 2002) . Some scholars have argued that schools may create additional obstacles in their approaches to parents by failing to recognize cultural knowledge and practices of minority families (Baquedano-López et al., 2013; Valenzuela, 2010) . School-led parental involvement initiatives that foster a welcoming school atmosphere for parents of diverse linguistic and cultural backgrounds may help reduce these obstacles (Denessen, Bakker, & Gierveld, 2007; Hands, 2013) . In Ontario, Ladky and Peterson (2008) underscored school practices aimed at integrating perspectives of immigrant families, including cultural nights and newcomer parent-support groups. Other recent work has indicated that schools with large numbers of new immigrant families may enhance parental involvement by providing translation services, connecting parents to community services, providing parenting education, and facilitating communication through parent liaisons (Hands, 2013; Rah, Choi, & Nguyễn, 2009 ).
Geographic Location
Families in different geographical areas may face unique conditions that necessitate specific types of supports for parents. Much study of parental involvement programs in urban areas has highlighted the persistence of gaps between schools and families. Less work has had a rural focus (Semke & Sheridan, 2012) . The few studies exploring rural settings suggest that rural families tend to face difficulty communicating with schools, gaining access to school services and resources, and engaging their children in learning at home (Kushman & Barnhardt, 2001; Semke & Sheridan, 2012) . Examinations of school-led parental involvement programs in rural locations have reported positive effects, but these study designs have largely relied on self-reports from principals and teachers (Barley & Beesley, 2007; Meyer, & Mann, 2006) .
Grade Levels
Research on parental involvement has focused on the involvement of parents during early primary school (Simon, 2004) , offering analyses of home reading programs and workshops for parents with children entering kindergarten. Although parental involvement seems to be advantageous during all grades, parent participation tends to decline in higher grades (Catsambis, 2001; Jeynes, 2011) . During secondary school, parents are less likely to discuss homework with their children and to develop relationships with teachers. This decline may be related to increased difficulty of classroom content, parenting challenges during adolescence, and less emphasis from secondary schools on involving parents (Epstein, 2010) . There is a dearth of information on strategies addressing obstacles to parental involvement during secondary school. Simon (2004) showed that some secondary schools engage in outreach activities related to parenting, learning at home, and volunteering, but these findings were based on data collected in the late 1980s. More recent evidence indicates that parents of a secondary school student may take on an ongoing advisory role, providing emotional support and academic guidance as their child progresses through school (Elias et al., 2007) . To bolster parents' self-efficacy in this role, school programs for parents may be an important resource for communicating information to parents on curriculum and course selection as well as postsecondary entrance examinations, financial aid, and admissions procedures (Agronick, Clark, O'Donnell, & Stueve, 2009) .
Catholic Schools
School sector may have an effect on the types of approaches to parents that schools take. As the second largest network of schools in the United States, Catholic schools have received much attention in studies examining parental involvement across school sectors (Bauch & Goldring, 1995; Coleman & Hoffer, 1987) . Coleman and Hoffer (1987) reported that Catholic schools excelled in promoting parental involvement because of a match in values between home and school. Other work has shown that Catholic schools generate high rates of school-and home-based forms of parental involvement through effective home-school communication (Bauch & Goldring, 1995) . Catholic schools may also rely on a strong community ethos to facilitate parental involvement in fundraising, parent-child monitoring, and extracurricular activities (Bryk, Lee, & Holland, 1993) . Given prior research, families in Catholic and public schools may face dissimilar obstacles and have varying needs for parental involvement but it remains uncertain whether such differences exist. As fee-based private schools, Catholic schools in the United States may experience different parental involvement dynamics by attracting more academically-committed or advantaged parents (Davies, 2012) . In Ontario, Catholic schools are part of the public education system and may not charge tuition or vet applicants. Parental involvement in Ontario's Catholic schools may then be less obscured by self-selection bias, providing an opportunity for a more valid comparison between public and Catholic schools (Davies, 2012 ).
Epstein's Parental Involvement Typology
Traditional framing of parental involvement envisioned parents as supporters of school fundraising initiatives and events (Ma, Shen, & Krenn, 2014) . This one-directional interaction offered an incomplete account of the ways that parents participate in their children's learning (Hornby & Lafaele, 2011) . The development of more complex conceptual understanding of parental involvement followed the Coleman Report, which indicated that family factors were strongly linked to student achievement (Jeynes, 2011) . Theories began to describe roles for home, school, and community in academic and social-emotional development. Epstein (1995) later extended previous models considerably by emphasizing overlapping connections among community, family, and school and by devising a 6-point typology of parental involvement (see Table 2 ). Epstein's typology has been instrumental to advancing research on parental involvement. Even though other parental involvement models have been proposed for specific purposes or groups (Hornby & Lafaele, 2011 ), Epstein's typology remains the most widely acknowledged parental involvement framework used by state education agencies and school boards, education advocacy groups, and university researchers (Auerbach, 2007) . Studies of parental involvement have frequently used Epstein's typology in their analyses (Jeynes, 2012; Smith, Wohlstetter, Kuzin, & De Pedro, 2011) , but questions have arisen as to whether the model provides an adequate conceptualization of parental involvement (Baquedano-López et al., 2013; de Carvalho, 2001; Jeynes, 2010; Schutz, 2006) . Jeynes (2010) contended that parental involvement may need to be reconceptualized to more aptly account for "subtle forms" of parental involvement (e.g., parent-child communication, a home environment that fosters student success, and other aspects of parenting) shown to have the greatest effects on a range of student outcomes. Other scholars have further argued that Epstein's typology prioritizes school-based aspects of parental involvement while downplaying the importance of social and cultural context in shaping parent participation in children's education (Auerbach, 2007) . Rapid social and technological shifts have also occurred since Epstein's typology was first articulated. The extent to which the typology is responsive to these changes is unknown.
Method
This study asked whether school setting influences the type of parental involvement initiative undertaken. In addressing this question, initiatives are categorized and then compared across publicly funded Catholic and public schools, primary and secondary schools, urban and rural schools, schools in high and low-income areas, and French-language and English-language schools. This study also asked, how well does Epstein's prominent parental involvement typology reflect parent-identified areas of support for parental involvement? Each initiative is mapped onto a component of Epstein's parental involvement typology, using summaries of initiatives funded through the Parents Reaching Out Grants program.
Data
Summaries of funded grant proposals were obtained from the Ontario Ministry of Education. The summaries describe each parental involvement initiative, the initiative's title, the funding awarded for the initiative, and the applicant school's name and school board. Parents on school councils devise and submit proposals. During this process, school staff members may have an (Table 3) . Most applications were successful-The Ministry of Education awarded funding for approximately 97% of proposals in 2012-2013 (Ontario Ministry of Education, 2014a). The maximum amount of funding for a single parental involvement initiative is 1,000 dollars. From 2009 to 2014, 71% of the grants received this amount. During this period, the number of grants awarded rose by 41% and total funding increased by 65% (see Table 3 ). Most initiatives require parent attendance with the majority of initiatives being workshops and information sessions. Table 4 shows that three formats were used in approximately 94% of initiatives. Other less common platforms for carrying out initiatives include one-on-one consultations, performances (e.g., a play), and the formation of parent-to-parent support groups. Three percent of initiatives were conducted in more than one language.
Independent Variables 1
Table 5 presents the number of initiatives for each independent variable.
Grade level. Initiatives were coded as primary (Grades K-8) or secondary (Grades 9-12).
School language. Grants were classified by the school's primary language of instruction (French or English). Initiatives that used more than one language to communicate with parents were also noted. Religious affiliation. Initiatives were marked as either publicly funded Catholic or public schools. Catholic schools are part of the public education system in Ontario, making them eligible to apply for funding through the Parents Reaching Out Grants. Other private or religious schools were not eligible.
Geographic location. We coded initiatives into three demographic areas: (a) large urban, (b) mid-urban/suburban, and (c) small town/rural. Large urban refers to schools in major urban centers of 150,000 people or more. Four of Ontario's five largest cities are clustered around the Greater Toronto Area and 
Dependent Variables
Initiative category. Initiatives were categorized in three phases. In phase one, a random sample was taken for each year to develop consistent codes for classifying the initiatives. The process was iterative and involved several rounds to develop initial codes that could be consistently used across the large data set. For phase two, in consultation with the parental involvement literature, another round of revisions was conducted. The strength and consistency of the refined codes was investigated using interrater reliability. Through this process, inconsistencies were located and further revisions were made to the codes. For the final phase, the resulting codes were used to classify each initiative. A number of initiatives indicated multiple objectives that fit into more than one category. These were coded as comprehensive initiatives.
Epstein's typology. We mapped initiatives onto Epstein's 6-point typology. We used Epstein's (2010) descriptions of each type of parental involvement in her model for this process. Initiatives stressing multiple components of the typology were coded as comprehensive.
Data Analysis
From the coding phase, each initiative was placed into one of following categories: support for well-being, skills for home-based learning, accessibility of resources and services, parent-child communication, and home-schoolcommunity partnerships. The initiatives constituting these categories are listed in Table 6 . Initiatives generally sought to alleviate barriers to parental involvement by addressing gaps in parent knowledge and skills, awareness, access, and networks. Initiatives were more likely to target home-based forms of parental involvement even though the formats for carrying out the initiatives were predominantly school based.
Support for Well-Being
Support for well-being is the largest category, accounting for 34% of all initiatives. The category comprises initiatives aimed at supporting parenting knowledge and practices in the areas of nutrition, physical fitness, bullying and safety, mental health and resiliency, and safe use of technology. The majority of these initiatives address several of areas of well-being, but a large number exclusively focus on parenting skills for supporting mental health and on helping parents monitor their children's use of social media and other Internet-based technology.
Skills for Home-Based Learning
Initiatives that seek to enhance parent-child learning at home constitute the second largest category (27%). In this category, information and skill building for parents target general learning at home, math, science, and literacy.
Accessibility of Resources and Services
Initiatives attempting to enhance parents' access to resources, services, and information comprise 12% of the total number of grants. The majority of initiatives in this category seek to enhance parent access to school information and events. A substantial number aim to expand access by translating school websites, newsletters, and resources and hiring interpreters to communicate with parents.
Parent-Child Communication
Parent-child communication comprises 10% of all initiatives. Initiatives in this category focus on parent-child communication related to parenting style, home discipline, and expectations at both early child and adolescent stages. A number of initiatives in this category also seek to build parents' capacity to provide ongoing guidance at transitional phases of their children's schooling.
Home-School-Community Partnerships
Approximately 11% of all initiatives stress partnerships among families, schools, and community groups. These include developing parents' skills for communicating with teachers and school staff, building relationships between parents and school staff, and fostering an inclusive school environment for all parents through cultural and social events that promote awareness of diverse cultures in the school community. With the aim of strengthening links between home and school, a large number of initiatives use surveys to collect feedback from parents on obstacles that they face when communicating with school staff and participating in school functions.
Comprehensive Initiatives
Comprehensive initiatives represent parental involvement initiatives that fall under multiple categories. These initiatives amount to 6% of all initiatives that were analyzed. Multinomial logistic regression was performed to examine associations between contextual variables and the derived categories of parental involvement in Table 6 . Support for well-being was the reference category because it had the largest number of observations. For unordered nominal dependent variables, this approach is expected to improve the reliability of a logistic regression model (Menard, 2009) . The category for comprehensive initiatives was run in the multinomial regression model. However, the coefficients for the comprehensive initiatives are not discussed because these initiatives articulate several categories of focus, preventing meaningful comparison with the other categories. We performed a separate multinomial logistic regression on SES for grants awarded during these years because SES data were only available from 2009 to 2011 (n = 4,629).
To conduct a more detailed analysis, post hoc tests using contingency table analysis within categories were performed (Beasley & Schumaker, 1995) . These analyses allowed for an in-depth understanding of differences among contextual variables and specific types of initiatives within categories. Given the sizable number of initiatives, only contingency tables for initiatives exhibiting statistically significant differences within a category are presented. Table 7 presents the results of multinomial logistic regression on parental involvement categories.
Results

Grade Level (Primary/Secondary)
Relative to the coefficients for secondary schools, the primary school coefficients predicting initiative category are statistically significant for accessibility of resources and services, parent-child communication, and skills for home-based learning. The coefficients are negative for accessibility of resources and services and parent-child communication. By taking the inverse of the log odds (Chmielewski, 2014) , primary schools are 1.69 times less likely to undertake accessibility of resources and services initiatives and 2.33 times less likely to undertake parent-child communication initiatives compared with secondary schools. Primary schools are nearly 3 times more likely than secondary schools to undertake initiatives in skills for home-based learning. Compared with other independent variables in the model, the coefficients are the largest in magnitude for grade level.
To deepen understanding of differences between primary and secondary schools, post hoc tests using contingency table analysis were performed to The reference group for the dependent variable is support for well-being. *p < .05. **p < .01. ***p < .001, two-tailed tests.
examine statistically significant differences for specific types of initiatives within categories (see Table 8 ). Although primary and secondary schools do not vary substantially in the total percentage of support for well-being initiatives, specific types of initiatives within this category varied. Primary schools more frequently emphasize parenting practices related to nutrition and secondary schools tend to focus on parenting practices for supporting mental health.
School Language (English/French)
The coefficients for schools using English are only statistically significant for skills for home-based learning. The magnitude of this coefficient is small as English schools are only 1.26 times less likely to operate skills for homebased learning initiatives. All of the other coefficients are statistically nonsignificant.
Religion (Publicly Funded Catholic/Public)
Each of the coefficients is positive and statistically significant across categories for public schools. However, the magnitude of difference is small despite prior research indicating potential differences in parental involvement between Catholic and public schools. Relative to Catholic schools, public schools are 1.42 times more likely to undertake skills for home-based learning initiatives and 1.61 times more likely to operate initiatives related to partnerships. Contingency table analysis showed no differences for specific types of initiatives within categories between public and Catholic schools.
Geographic Location
For large urban areas relative to small town/rural areas, skills for home-based learning and partnerships are statistically significant with initiatives in large urban areas being 1.44 times more likely to emphasize partnership activities. Within the partnerships category, Table 9 shows that schools in large urban areas undertake a statistically higher percentage of initiatives that seek parent feedback on barriers to participation and provide translations of school information and resources compared with small town/rural schools. In addition, 64% of initiatives communicating with parents in more than one language target accessibility of resources and services, of which 84% are located in larger urban areas.
SES
For the years that SES data were available, a separate multinomial logistic regression on SES was performed. Table 10 presents the results of the analysis. Relative to the higher SES schools, lower SES schools are 1.33 times more likely to undertake an accessibility initiative. In addition, lower SES schools are 1.47 times more likely to operate an initiative to develop parents' skills for home-based learning. Within categories, there are no statistically significant differences across specific types of initiatives. In summary, the results underscore several differences across school settings. First, parents of primary school children appear to require support for home-based learning, nutrition, and general parenting strategies, whereas parents of secondary school students may need support for mental health and for guiding their children as they transition through school. Second, in large urban areas, initiatives target home-school and parent-parent partnerships and seek feedback from parents on their needs. In large urban areas, multilanguage support is a greater need than in other settings. Third, in lower SES schools, skills for home-based learning and accessibility of resources and services seem to be greater needs for enabling parental involvement than in other settings. Beyond these differences, however, parents across school settings identify relatively similar solutions for enabling parental involvement. Namely, parenting support for well-being and skills for home-based learning are highly recurrent across all settings.
Initiatives Categorized Along Epstein's Parental Involvement Typology
As an additional step in the analysis, the initiatives were mapped onto Epstein's prominent parental involvement typology. Given the dominant use of Epstein's typology, this step helps to determine whether parent-identified needs for parental involvement are reflected in the way that policymakers and schools tend to conceptualize parental involvement (Epstein, 2010) . Examples of initiatives applied to both Epstein's typology and the categories derived from this study are presented in Table 11 . Examining the initiatives along Epstein's typology, parenting and learning at home are the main areas of support selected by parents across schools. These two categories represent 71% of all initiatives, whereas collaborating with community, decision making, and volunteering amount to only 4% of all initiatives. Figure 1 shows that the overwhelming majority of initiatives are subsumed under three broad categories of Epstein's typology. What is more illuminating is that support for well-being, the most frequently occurring category in Figure 2 , is concealed under parenting. Parent-child communication also fades into the broad parenting category. The findings suggest that Epstein's typology may be lacking as a tool for understanding parental involvement.
Discussion
This inquiry provides important insight for enhancing parental involvement in certain contexts. First, in Ontario's large urban areas, where most of the province's diverse immigrant population resides, parent-conceived initiatives stressed home-school-community partnerships, language support, and feedback from the parent community on their needs. In other urban settings with diverse populations, extending multilingual resources and information to parents and engaging in deliberate efforts to understand families' needs may help to spur parent participation. Second, while general distinctions between primary and secondary schools are well documented (Catsambis, 2001) , this work illuminates specific parent-identified needs at these two levels. Parents in secondary schools stressed parenting skills for supporting mental health. With mental, physical, and social changes often in flux during older adolescence, students during these years appear to encounter complex mental health issues (Hamlin, Cameron, & Watkins, 2016) . Supports for parents to help their children navigate mental health challenges seem to be a need during secondary school and parental involvement programs targeting mental health may be a vital resource for parents. In primary schools, skill development for home-based learning was prominent with many initiatives targeting literacy and numeracy. Substantial evidence suggests that parents can have sizable effects on young children's learning (Crosby et al., 2015; Darling & Westberg, 2004; Dearing et al., 2006; Robinson & Harris, 2014) . At the same time, results from this analysis demonstrate that many parents require support for engaging in their children's learning at home. Parents may then benefit from programs providing guidance on home-based learning. Finally, in schools classified as lower SES, parents were slightly more likely to identify accessibility to resources and services as a need. Given the types of initiatives found within this category, extending access may require intentional strategies for not only informing parents of school information and resources but also connecting families to community services available to them.
While knowledge of these contextual differences can inform approaches to parental involvement, a major finding from this study was the types of initiatives that occurred across all school settings. Most notably, initiatives aimed at skills and knowledge for supporting well-being (e.g., mental health, fitness, nutrition, and safe use of technology use) and home-based learning were two crucial parent-identified needs that were strongly emphasized across school communities. Parent-child communication represented an additional category of initiatives attempting to bolster parents' skills and knowledge. Much research has shown that these three forms of parental involvement are most saliently related to academic achievement and a range of other developmental outcomes (Jeynes, 2010) , but parents expressly identified a need for support in 34% 27% 12% 11% 10% these areas. Well-designed parental involvement programs may then be helpful in providing support for parents in these areas (Green, Walker, HooverDempsey, & Sandler, 2007) . However, initiatives seeking to impart skills and knowledge may be interpreted as advancing deficit-based views of parents and initiatives conceived by parents on school councils may privilege only commonly accepted behaviors while neglecting other practices of value (Baquedano-López et al., 2013) . While prevailing perspectives of parents on student councils are likely to have influenced thinking about needs of the school community, home-based learning, support for well-being, and parentchild communication initiatives surfaced in all settings, involving thousands of parents. Furthermore, in attempting to impart skills and knowledge, carefully devised programs that strive to value parents' existing knowledge and insights may avoid deficit-based approaches, potentially influencing parents' sense of self-efficacy and beliefs about what they are able to do to support their children (Green et al., 2007) . In contrasting Epstein's typology with the categories of parental involvement derived from this study, Epstein's typology concealed prominent parent-identified areas of need. Both support for well-being and parent-child communication, for instance, were subsumed under Epstein's relatively vague category of parenting. As a catchall category, parenting in Epstein's typology seems to lack substantive meaning. Scholars have also indicated a need to redefine how parental involvement is understood by placing greater emphasis on aspects of parenting (Jeynes, 2010) . The model presented in this work highlights qualities of parenting through the support for well-being and parent-child communication categories. Another drawback of Epstein's typology is that it obscures initiatives that aim to increase parents' accessibility to resources and services. Initiatives prioritizing parents' access to resources and services showed that much need may exist for measures that support parent awareness of school information and community resources. These types of initiatives appear to be crucial to fostering participation among all parents (Auerbach, 2007; Hands, 2013; Ladky & Peterson, 2008; Rah et al., 2009; Williams & Sanchez, 2013) , but initiatives that emphasize accessibility of resources and services are concealed under either communicating or collaborating with community in Epstein's typology. By contrast, this study's modified model of parental involvement is explicit about connecting parents to resources and services.
Epstein's typology also seems to overemphasize both decision making (e.g., district-level parent council) and volunteering (e.g., fieldtrip chaperone). The majority of parents simply do not volunteer or participate in formal leadership roles in schools (de Carvalho, 2001) , often because of time constraints or work commitments (Harris & Goodall, 2008) . Other forms of partnership have relevance to a wider range of parents. In this study, parents identified a need to develop home-school relationships and parent-parent networks by celebrating cultural diversity, fostering an inclusive school environment, and seeking feedback from parents on their needs. These activities may influence parent participation as well-developed relationships and social networks may surmount obstacles to parental involvement (Green et al., 2007; Williams & Sanchez, 2013) . Although the model derived from this inquiry recognizes the importance of parent leadership and volunteering, it deemphasizes these types of involvement by subsuming them under the category of partnerships. In this respect, the model may downplay school-operated parental involvement programs that are already occurring or areas where parents face fewer obstacles to participation. When parents on school councils apply for grants and carry out parental involvement programs, they take on leadership and volunteering roles. The home-school-community partnerships category merges these activities with other forms of partnership that are germane to parents.
Much has changed since Epstein's (1995) model was formulated. Rising awareness of complex mental health issues, the diffusion of social media and other technologies, and many other social shifts pose new considerations for parental involvement. By prioritizing parent-identified areas of support, the model of parental involvement presented in this study provides an update on Epstein's typology. No other model of parental involvement has been generated from such a large number of initiatives conceived at local levels. In advancing this modified model, it is worth noting that the initiatives analyzed in this work received relatively modest funding and may not address intractable problems related to poverty or family composition that might impede parental involvement in complicated ways. Some parents may require more intensive supports that exceed what grant-funded initiatives might offer. However, the modified model's emphasis on five categories of parental involvement with relevance for all parents offers important guidance for parental involvement policies and school approaches to parents.
One limitation of this study is uncertainty as to how well-stated plans in the grant summaries corresponded to actual initiatives on the ground. Nonetheless, the initiatives were likely to have a reasonable degree of coherence with stated plans because applicants were required to submit final reports, describing how the plans for their proposed initiative were met and providing a line-item budget. Another caveat is that even though parents led similar types of parental involvement initiatives, the style and tone for promoting and carrying out initiatives may vary across school settings. Future qualitative work might probe how the same types of initiatives might be conducted differently in specific parent communities. Future research might also use this study's model of parental involvement to investigate the effectiveness of different types of parental involvement programs. There remains a need to understand to what extent programs targeting complex parenting activities and behaviors can be taught and what modes of transmission are most effective for doing so (Jeynes, 2010) .
Declaration of Conflicting Interests
The author(s) declared no potential conflicts of interest with respect to the research, authorship, and/or publication of this article.
Funding
The author(s) received no financial support for the research, authorship, and/or publication of this article.
Notes
1. We were unable to collect information on race/ethnicity because these data are not presently compiled for Ontario's schools. 2. For further discussion of how demographic patterns in inner suburban areas surrounding Ontario's large cities differ from those of the United States, see James and Saul (2007) .
